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In Writing Studies, one of the most debated topics is whether or not we can teach students to 
engage in writing transfer. In order to help students, we must engage them in learning about 
transfer as often as possible, especially in their first-year writing (FYW) courses, with teaching-
for-transfer-specific pedagogies, like the widely known Teaching for Transfer (TFT) (Yancey et 
al. 2014). However, there are some elements that have yet to be fully developed in their research, 
like the role of collaborative learning. With this thesis, I argue for the integration of a new 
concept, Transfer Talk (TT) (Nowacek et al. 2019), into the TFT curriculum as the fourth 
element. Scholars who use TT strategies suggest that students should collaborate with their peers 
to consider their prior writing knowledge and build a shared understanding of what writing 
knowledge looks like. By integrating TT into the TFT curriculum as the fourth element, we will 
provide students with more opportunities to learn about transfer in the hopes that they will be 
more successful when transferring writing knowledge in future composing situations, both in and 
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Chapter 1: An Introduction 
Knowledge transfer is the idea that an individual can learn something in one context, 
apply it to a new situation, and repurpose it to meet the needs of a new context. To put this 
concretely, someone who can type on their computer efficiently can easily learn how to do the 
same on their phone, because the keyboard letters are in the same formation. The only significant 
difference is the size of the keyboard. So, with a few minutes of practice, the person can use their 
prior keyboarding knowledge to become a pretty effective texter. This is just one example of 
transfer, that we might have personally been involved in ourselves.  
Not all knowledge transfer is smooth or easy, however. Specifically, within the field of 
Writing Studies there are many scholars and educators who argue that knowledge transfer, as it 
pertains to writing, is something much more difficult to accomplish. The following three 
anecdotes from my own experiences as a college writer, tutor, and TA serve as illustrations of 
the difficulties students sometimes experience as they try to draw on writing knowledge they 
have gained in one situation, for use in another new situation. 
 In my role as a student, the shock of my first semester at Rhode Island College (RIC) 
finally came when my American literature professor asked us to write a five-step paper about a 
short story we were reading. The trouble began when I reached the step which asked me to write 
an annotated bibliography. I had written a bibliography before with previous research papers at 
my community college. What was the difference with this assignment? I boldly assumed there 
was none. So, I researched articles that would be useful in my paper, and then compiled those 
into a Works Cited page, as I had with past academic projects. What I had failed to realize 
though, was that in order to succeed in this new writing situation, I needed to learn a new genre. 
By taking my prior knowledge and adapting it to meet the needs of this new paper, I had an 
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instance of negative transfer (i.e., reusing prior knowledge incorrectly), because I improperly 
drew on previous knowledge to navigate a new writing situation that was entirely different. As I 
now know, an annotated bibliography is not the same genre as a bibliography, but, at the time, I 
had to find this out the hard way when I received my paper back from the professor with a failing 
grade attached. Sadly, at this point, it was too late to learn the new genre, and the professor was 
unable to provide an opportunity to do so.   
A few years ago, in my role as a RIC Writing Center tutor, I met with a student each 
week, Roger, who had been an ESL student all throughout his K-12 education and was now 
studying social work. Within this field, students are often required to write reflection-based 
essays that show their ability to tell a story and then draw meaning from them which, for Roger, 
was a challenge. Through a small moment of Transfer Talk (i.e., asking questions specifically to 
remind students of past experiences), unknown to me at the time, I learned that Roger was only 
familiar with the five-paragraph essay structure he had used in high school and other college 
courses which, up to this point, had served him just fine. He thought it made sense to take the 
organization strategy of the five-paragraph essay and just apply it to pretty much every new 
assignment he faced. Because of this, he began to experience negative transfer, where he took 
something he had previously learned and repurposed it for a new context, but incorrectly. Roger 
failed to realize that his college social work courses required him to engage in, what was, for 
him, a new genre of writing based more on reflection and experience than the five-paragraph 
thesis-based essay allowed room for. The result ended up being Roger’s inability to articulate his 
ideas because he was trying to take prior knowledge and apply it to a new situation. This new 
situation called for something entirely different, a different genre, and way of writing. Over the 
course of the year, I spent working with Roger, he made very little progress and continued to 
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experience negative transfer since he was unable to move past the five-paragraph essay, a 
problem with which a lot of students struggle in academic writing.  
  In my role as a teaching assistant in an FYW course at RIC, I began working closely with 
a student, Denise, who struggled with the writing process she needed to learn to be successful in 
the course. In one instance, Denise was writing about a topic related to the school-to-prison 
pipeline issue within Massachusetts. In the beginning, it was clear that her writing had little 
organizational structure. When we had our weekly conferences, Denise had a very hard time 
answering the questions I would use to prompt her to push her writing in a different direction. 
She was writing in a stream-of-consciousness manner, rather than an argument-driven format, so 
we tried to think of questions to guide our conversations and her overall writing. When I asked 
Denise about her previous experiences with writing, an instance of TT even though I did not 
know it at the time, she stated that she had written this way her whole high school career. She 
said that she was able to effectively earn the grades she desired in the past by using this stream-
of-consciousness organizational style, so she was under the assumption that she would be able to 
continue to do so again now because all academic writing looked the same. Denise was 
participating in negative transfer (i.e., reusing prior knowledge incorrectly), because while her 
approach had worked in the past, it was not viable for the kinds of college-level academic 
writing that the FYW course required.  
 I have provided these brief anecdotes to show how important the concept of learning 
transfer is within the context of writing pedagogy. They suggest issues within the institution as 
they clearly show that myself, and the other students, were not taught to reflect on our own 
writing, or to think about learning transfer in order to develop as writers. Reflecting on these 
anecdotes has made me consider how a different kind of writing pedagogy might have better 
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prepared us for the future writing tasks we would encounter in the university and beyond. While 
thinking about these situations, I wonder if there are ways we can make writing transfer more 
explicit for students in their writing courses. 
 In the field of Writing Studies (WS), scholars often wonder whether transfer of 
knowledge about writing is impossible, unlikely, or, perhaps, possible. There are scholars like 
Patrick Dias, Aviva Freedman, Peter Medway, and Anthony Pare (1999), who believe that 
transfer is impossible because the contexts in which we write (i.e., school, work) are too different 
for knowledge to transfer from one setting to another. Other scholars, like Susan Jarratt, 
Katherine Mack, Alexandra Sartor, and Shevaun E. Watson (2009), believe that transfer of 
knowledge about writing may be possible, but is unlikely. Then there are scholars like Elizabeth 
Wardle (2009) and Doug Brent (2012) who believe that transfer is possible, and they provide 
examples for some of the ways transfer is more likely, so students can attempt to reach, and 
eventually engage, in writing transfer. These scholars argue that in order to cue transfer we must 
provide students with the opportunities to engage in thinking about transfer. In WS, many 
scholars follow Wardle and Brent in their arguments, believing that transfer is possible so long as 
we provide students with the knowledge and skills necessary to help them to do so. 
 To engage students in writing transfer we must teach them to use conscious transfer-
specific pedagogies of the sort that some scholars in WS have begun to develop. One such 
approach is teaching students to transfer through genre awareness, which encourages students to 
develop a sense of their genre repertoires (i.e., the full range of genres they have learned and 
might draw on when they face a new writing situation). Another approach to teaching for transfer 
is Doug Downs and Elizabeth Wardle’s (2007) Writing About Writing (WAW) curriculum, 
which suggests that in order for students to engage in transfer, they must first come to understand 
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writing as a field of study, and then develop their knowledge about writing by being immersed in 
the content of WS itself (i.e., rhetorical knowledge, knowledge of literacy practices, discourse 
communities, etc.). The last approach I will mention here is the Teaching for Transfer (TFT) 
curriculum developed and employed by Kathleen Blake Yancey, Liane Robertson and Kara 
Taczak (2014). This method proposes a more specific transfer-based curriculum that, I believe, is 
our students’ best chance to learn how to engage in successful writing transfer.  
The TFT curriculum was what Yancey et al. proposed to engage their students in 
transfer-specific learning strategies throughout a first-year writing (FYW) course. In this 
approach, Yancey et al. suggest teaching students three major elements for transfer, a set of key 
terms for writing-specific discourse, skills for how to effectively reflect upon their time in the 
course, and knowledge about their individual theories of writing. These three major strategies are 
taught to make knowledge transfer more explicit for students because they are engaged in WS 
scholarship as its own field of study. While this teaching pedagogy has been shown to be 
effective when tested, there is also the possibility of building on this work to extend it further. It 
is the argument of this thesis that by integrating the concept of Transfer Talk (TT) into the TFT 
curriculum, we can make learning transfer much more likely to happen for our students.  
 Transfer Talk (TT), a term first coined by Rebecca S. Nowacek, Bridget Bodee, Julia E. 
Douglas, Will Fitzsimmons, Katherine A. Hausladen, Megan Knowles, and Molly Nugent 
(2019), is of the utmost importance to our students’ ability to transfer knowledge acquired in 
FYW to other settings, and yet most FYW courses, including those which draw on the TFT 
curriculum, do not teach it to students. Essentially, TT is the process by which students engage in 
conversations with one another that will yield new, shared, and potentially transferable, 
understandings of writing. When students work with peers to reflect on their writing knowledge 
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as they face new and challenging rhetorical situations they engage in TT; in doing so, the 
research suggests, they are more likely to transfer writing knowledge successfully in future 
composing situations.  
My argument is that within the TFT curriculum it is not enough to teach students Yancey 
et al.’s three main elements (i.e., key terms, continuous reflection, and the theory of writing). 
Transfer Talk, an essential fourth element, should be integrated into the TFT approach which, as 
it stands now, is already a strong foundation for this integration because it offers plenty of 
opportunities for students to work collaboratively to engage in conversation that encourages the 
use of prior knowledge. By integrating TT into the TFT curriculum, writing instructors will give 
their students more opportunities for positive transfer to occur. TT is, as I will argue, the 
essential fourth element that creates a more complete TFT curriculum approach to encourage 
writing transfer. 
 In this thesis, I begin in chapter two with a literature review about transfer theory, both 
the difficulties and benefits of the concept. In chapter two, I also explore some of the attempts at 
creating teaching for transfer pedagogies. In chapter three, I provide my understanding of the 
questions and ideas that the concept of TT encourages, as well as a breakdown of the kinds of 
conversations that students participate in to cue each other for transfer. In chapter four, I propose 
a revision to the original TFT curriculum which integrates TT into virtually all aspects of the 
course (additionally, in the appendices at the end of this thesis, I share a syllabus, a list of major 
course assignments, and an assignment sheet for a new major assignment). By the end of this 
thesis, it should be clear why it is so necessary for us to revise the TFT curriculum, to invigorate 




This Introduction began with several anecdotes about the challenges of writing transfer 
from my own experience as a student, a tutor, and a TA. Students like myself, Roger, and Denise 
can benefit from our efforts as a field to find ways to better teach for transfer. The curriculum 
Yancey et al. develop is an important step in this direction, but if we want to really teach for 
transfer, what we need is to get students to talk - to one another, to their tutors, and to their 
teachers - about what they know (and don’t know) about writing, so they can make better use of 




Chapter 2: Writing Transfer and Teaching for Transfer Pedagogies 
 In order to properly explore the idea of writing transfer, it makes the most sense to start 
with the obvious question: is writing transfer even possible? Many scholars suggest that transfer 
is unlikely altogether, while others suggest that it is just extremely difficult. However, there is an 
argument to be made for those who believe it is possible, and even teachable. In fact, many 
scholars believe that writing transfer is possible, and in turn, they have developed various forms 
of curricula to teach for it. The three main approaches to transfer-based curricula are genre 
pedagogies, Writing about Writing (WAW), and Teaching for Transfer (TFT) pedagogies, each 
with its own set of strategies to engage their students in learning transfer. After describing each 
pedagogy in detail, it is my belief that of the three different approaches, the Yancey et al. 
curriculum is the most comprehensive version of a transfer-based curriculum. With this chapter, 
I will attempt to further discuss the literature on the possibilities of transfer and the ways in 
which we can teach to facilitate learning transfer in our classrooms.  
Is Writing Transfer Even Possible? 
 Writing transfer has been developing into a significant topic of conversation for scholars, 
and there are many who largely believe that positive transfer is not likely or altogether 
impossible to accomplish. For example, anthropologist Jean Lave suggests that, “All knowledge 
is contextual and thus ‘transfer’ is not possible” (qtd. in Donahue 148). Lave’s idea suggests that 
because knowledge is dependent on the situation, there is no way to obtain knowledge unless you 
learn it within an authentic situation. In the field of composition and rhetoric, most of the 
scholars who believe that transfer is either impossible or unlikely have similar views about 
writing being contextual, or that it is dependent on the current writing situation. It is clear to 
these scholars that in order to facilitate transfer of learning about writing, students must be aware 
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of their learning and the contexts in which they are writing and if they are not, they will 
inevitably fail to transfer writing knowledge from one context to another. In order to gain a better 
understanding of these ideas, I will highlight a few scholars in WS who have attempted to show 
how unlikely successful writing transfer is.  
A prominent example of scholars who make the case that transfer of writing knowledge is 
unlikely are Patrick Dias, Aviva Freedman, Peter Medway, and Anthony Pare (1999), in their 
book, Worlds Apart. Their study focuses around the deceptively simple research question, 
“[What is] the relationship between writing in school and writing in the workplace?” (3). Their 
interest in this topic stems from Dias et al.’s dissatisfaction with the university, as they recognize 
that FYW does not prepare all students adequately for their upper-level courses and beyond. 
They conduct a study to determine what kinds of pedagogies were utilized within the university 
and if those techniques show any evidence of encouraging writing transfer.  
Dias et al.’s study found that, unfortunately, the writing situations at school and the 
workplace are too different to facilitate successful learning transfer. Dias et al. sum up the results 
of their research succinctly by saying, “Our answer to that [research] question and the conclusion 
we reach in this book is summed up by our title: school and work are worlds apart” (3). Dias et 
al. determine that the social situations and contexts of both school and the workplace settings are 
too different for teachers to be able to engage students in successful writing transfer from one 
context to the next. Further, they determine that one possible reason for the inability to transfer is 
because academic and workplace writing operate as different forms of situated learning. Each of 
these activities (Russell, 1999) is situated in such different contexts, with different end goals that 
require different kinds of writing, or genres. With this, they determine that transferring writing 
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knowledge from the school setting to a new, authentic, workplace setting is altogether too 
difficult for students to complete.   
 Other scholars believe that while transfer is difficult, it is not impossible, and suggest 
why this might be the case. For example, Susan Jarratt, Katherine Mack, Alexandra Sartor, and 
Shevaun E. Watson (2009) suggest that the constantly changing terminology of transfer within 
WS makes it difficult to pin down standard definitions, effectively making transfer too arduous 
for students beyond FYW. In their study, Jarratt et al. ask students who are further removed from 
FYW to take a survey to determine what “pedagogical memories” they took with them to upper-
level courses. Jarratt et al.’s study suggests that students largely did not cognitively remember 
skills they learned in FYW. While most students are able to acknowledge that they did learn 
something, they are unable to articulate what that something is. Jarratt et al. suggest that we 
should make a stronger effort to come together as a field to define the terms that students should 
learn to create uniformity within the discipline (65). According to Jarratt et al., until a consensus 
is reached for terminology in WS, it will be very difficult for students to successfully transfer 
writing skills and knowledge from FYW to advanced level writing courses and beyond. They do 
believe, however, that with a standard set of transfer-specific terms, students will be more likely 
to participate in successful learning transfer.   
 Learning transfer can be difficult for other reasons, too, such as problems of genre, 
context, and institutional forces that hinder transfer. For example, in The End of Composition 
studies, David Smit (2004) explores multiple reasons that students often experience negative or 
failed transfer in their institutional settings. He suggests that these failures could stem from the 
fact that students are not willing to believe themselves to be novice writers (Sommers & Saltz 
2004). According to Smit, “Novices need to learn to look for similarities between genres and 
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contexts and build up a repertoire of experiences about what principles and strategies apply in 
what circumstances” (158). He suggests that in order for students to become good writers, they 
must be willing to step back from what they already know and consider themselves to be 
beginners. In doing so, students come to new situations with an open-mindedness that those who 
believe themselves to be experts cannot. When students do not believe they fit into the novice 
writing space, they often miss learning these strategies and struggle later in their writing careers.  
Another issue presented by Smit is that the institution of the university, itself, does not 
leave enough room to allow teachers to develop courses that can engage students in teaching for 
transfer-based writing curriculum. He notes that the discontinuity in writing programs leaves 
students at a disadvantage for transfer because instructors of upper-level courses are often 
unaware of the work students have previously completed, leaving little room for prior knowledge 
to be valued and acknowledged in the classroom. This argument also suggests a lack of 
communication among the faculty at an institution and makes us question the structure of FYW 
altogether. While Smit suggests many reasons why transfer fails to happen, he is hopeful that by 
discussing the issues, it can bring light to the changes that need to be made within our institutions 
to increase the likelihood of facilitating learning transfer.  
 Clearly, there are many reasons why transfer may be difficult or why students fail to 
transfer knowledge about writing from one context to another. With a plethora of examples as to 
why, one can only begin to wonder why anyone would ever be interested in tackling such a large 
task, like attempting to engage students in transfer-based writing practices. Well, this must be 
because there are many other scholars who have been largely successful in demonstrating that 




Transfer May Be Possible - But How? 
For decades, scholars who have studied learning transfer have suggested that it is possible 
for students to transfer knowledge acquired in one context to another, and many have even 
developed concepts to try to understand how this process works. For example, the scholars David 
N. Perkins and Gavriel Salomon (1992), frequently referenced by WS scholars, offer a clear 
vision of what transfer of learning looks like for students, as well as the frameworks for 
understanding how transfer functions. In order to further our understanding of transfer, I will 
highlight some key terms that are developed through Perkins and Salomon’s work, and then I 
will address the various conditions which need to be met in order for successful writing transfer, 
as described by various WS scholars. 
Educational researchers, David N. Perkins and Gavriel Salomon, were the first to define 
transfer and the contexts under which transfer might occur. In order to organize and break down 
what transfer might look like under different conditions, they develop a few noteworthy terms 
such as: near and far transfer, low road and high road transfer, and positive and negative transfer. 
Near transfer is when a student attempts to learn something new that is closely related to their 
previous learning, whereas far transfer refers to transfer between contexts that are different than 
the originally practiced skill (4). Low road transfer is the semi-automatic responses to new 
situations because of prior knowledge and experiences (8). High road transfer, on the contrary, 
depends on the student to cognitively connect two experiences to one another themselves. This 
kind of transfer demands attention and time to explore, as it uses a metacognitive approach to 
learning (9). Perkins and Salomon define positive transfer as occurring when learning in one 
situation can apply to another situation and improve the students understanding and abilities (3-
4), whereas they define negative transfer as prior learning getting in the way of their current 
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situation and resulting in incorrect transference. (4). Perkins and Salomon offer a clear vision of 
what transfer of learning looks like. Since then, they have been followed by many other scholars 
who further suggest the possibilities of transferring knowledge from one situation to another. 
 Within WS, one of the first scholars to consider the conditions for transfer is Elizabeth 
Wardle (2007). Wardle suggests three conditions that need to be met in order for students to 
participate in positive writing transfer. First, task conceptions of transfer, is the condition that 
students must be able to repurpose prior knowledge to solve a new task (66). Similar to Perkins 
and Salomon’s concept of near transfer, this condition suggests that students can effectively 
transfer writing knowledge from one situation to another if the new situation is similar to the 
original. Second, individual conception is a condition that focuses largely on the students’ 
disposition towards writing. Wardle suggests that students must enter the classroom with a 
willingness to attempt to transfer knowledge, which also inadvertently suggests that the learner 
is, at least in part, responsible for their own learning transfer (67). The third and final condition 
Wardle presents, context conceptions, is the idea that all knowledge is contextual, like Lave 
suggests. Context conception breaks down further into three categories: situated, sociocultural, 
and activity based. The situated condition is based on the participation of the student, meaning 
that the student is the one who creates meaning within the context they find themselves in (67). 
The sociocultural condition suggests that the interactions between people are responsible for 
potential knowledge transfer (67). The activity-based condition is also focused on the 
interactions of the student, but with larger activity systems in society than just with other 
individuals (68). According to the previous research Wardle conducts, these conditions are 
important when it comes to students being able to effectively transfer their writing knowledge 
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from one situation to another. Additionally, there are other scholars who offer more of the 
necessary conditions needed to facilitate learning transfer.  
Writing scholars frequently conduct studies to determine if students are able to transfer 
knowledge in different situations, and what the conditions they might need to meet look like. An 
example would be Doug Brent (2012), who conducts a study to determine if students are able to 
transfer their previously developed writing skills to their new writing situations in their 
internship placements. In his study, Brent follows his students' workplace writing to determine 
how they engage with new written genres. He discovers that rhetorical knowledge is one of the 
conditions that must be met in order for students to participate in knowledge transfer. Brent 
writes, “This study also gives us a clearer picture of how this rhetorical knowledge plays out on a 
daily basis in the workplace, helping students transform their academic skills into practices that 
will help them meet the different demands of the workplace” (589). Brent suggests that most of 
the transfer that occurs in the internships is through the students’ rhetorical knowledge, like 
cognitively considering who their audience is, what the context of the writing is, and the overall 
purpose of the piece of writing. The students’ rhetorical knowledge did transfer from one 
situation to the next, as they were able to use the strategies from their previous experiences to 
adapt to new writing situations, or genres, in the workplace. In order to be able to participate in 
writing transfer, Brent suggests the importance of teaching rhetorical knowledge to the students, 
as this is one condition that needs to be met in order for transfer to occur.  
 There have been various scholars who spend time theorizing about the conditions that 
need to be met in order to facilitate learning transfer. However, this begs the question: what can 
we explicitly teach our students to engage in writing transfer in the classroom? In the next 
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section, I will explore three different approaches to teaching for transfer that are developed by 
other WS scholars. 
Genre Theory and Pedagogy 
 One of the earliest groups of composition scholars to begin thinking about writing 
transfer were those interested in genre theories and pedagogies. Scholars once thought that there 
were only a few genres, like poems, novels, plays, essays, and short stories, just to name some 
that we may be familiar with. This was when we considered genre in the literary sense. We also 
thought of genre as simple structures that people followed, like in high school when you would 
learn the five-paragraph essay where each paragraph served its own purpose. However, now we 
recognize genres more expansively and rhetorically, which is to say that anything written that 
aims to do something is a genre which can be studied. Thus, everything written has its own genre 
because humans do not write without purpose, even if it is something as simple as a journal entry 
or email to your boss. Genres are social action, or a mode of communication people use in order 
to act effectively within the various discourse communities or activity systems in which they 
participate. Genres are constantly changing and evolving to meet the needs of the people who are 
currently engaging with them (Miller, 1984). Genres require that the author considers the 
rhetorical situation of the writing, as well as the audience being addressed, and the content being 
created. Hence, the goals of a genre-focused pedagogy are to teach students skills that they can 
use to create new genres later, as well as to help students develop their genre awareness.  
A primary goal for genre pedagogies that align with transfer is most directly described by 
Amy Devitt (2007) when she says: “To help students act rhetorically and consciously within and 
beyond the situations they will encounter throughout their lives” (147). This goal is directly 
related to that of transfer theory in writing, as it leads educators to provide students with the 
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skills they need to write with future rhetorical situations in mind. As Devitt also writes, 
“Teachers must emphasize that students are learning strategies to apply later when they are 
immersed in contexts other than the writing classroom” (153). In order to become more 
rhetorically effective writers, genre teachers suggest that students learn the skills to tackle 
writing new genres. Additionally, genre-focused educators want to “Help students see the 
cultural and ideological nature of genres in order to make their own choices and gain critical 
understanding” (147). Devitt suggests that genre does not happen in a vacuum. Based on Devitt’s 
suggestions, in order to encourage our students to think critically about genre, we must be 
willing to help them see the context surrounding the writing. Overall, genre pedagogists want to 
be able to provide students with the tools they need to create and manipulate genres to their 
advantage, so that they can hopefully transfer writing knowledge later to future writing 
situations. 
There are many methods to teaching a genre-based transfer approach that scholars and 
educators suggest in order to engage students in transfer of writing knowledge. Devitt suggests, 
“Genre awareness pedagogy treats genres as meaningful social actions, with formal features as 
the visible traces of shared perceptions. Analyzing the contexts and features of a new genre 
provides an inroad to understanding all genres” (Devitt 152). This method encourages students to 
consider already written genres and analyze them to determine their features and rhetorical 
situations. In doing this, students are able to take the skill of analysis and use it to transfer their 
previous genre knowledge to the new genre or writing situations. Genre teachers begin to think 
about transfer theory as a part of their own genre-based pedagogies and begin teaching their 
students strategies to transfer the knowledge they learned in earlier contexts. Of course, genre-
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based pedagogies are only one of the relevant ways in which educators are engaging their 
students in transfer-oriented pedagogies. 
Anne Beaufort (2008) also provides a set of strategies that instructors can teach to their 
students when they encounter an unfamiliar genre or situation. The first of these include teaching 
students to frame problems into more abstract concepts that can be applied to new writing 
situations (177). This is where students are encouraged to consider the genre of the new situation 
and use previous skills to address the new situation. Another strategy Beaufort discusses is 
providing students with plenty of opportunities to practice applying abstract concepts to different 
writing contexts (180). For example, when assigning students, a new writing task, it is important 
to allow them to explore the genre freely. Pretend, for a moment, you are assigning a persuasive 
argument essay. You then present the students with the tools, or in this case, questions, they will 
need to complete the assignments, by asking them to write with specific rhetorical questions in 
mind. Who is the audience? What is the rhetorical situation? What is the purpose of the essay? 
These kinds of questions will allow students to explore the conventions of the genre through 
practice within the classroom. Therefore, we should provide students with many new genre 
opportunities, to engage them with their previous genre knowledge, and explore new genre 
concepts simultaneously. Finally, Beaufort argues that we should teach our students about 
metacognition, or thinking about their own thinking, to help facilitate positive learning transfer 
(182). Mindfulness and metacognition, or considering your own writing process, directly relates 
to a student’s ability to participate in transfer of learning, as many scholars have found (Perkins 
and Salomon, 1992; Beaufort 1998; Wardle 2009; Jarratt et al. 2009; Robertson and Taczak 
2017). With mindfulness and metacognition, when students come across a new genre they can 
search their own thoughts for prior knowledge to apply to the new situation or use the skills they 
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have acquired to create new genres altogether. In order to help facilitate these kinds of strategies, 
teachers that encourage genre pedagogies offer many different methods to teach students to be 
conscious of genre theories.  
Various genre-based pedagogies are used in writing courses throughout universities 
because they provided a reasonable way to teach students to address new writing situations. 
While there are many ways to teach genre-based pedagogies, there are limits to teaching in this 
manner too. For example, genre-pedagogies only addressed the context in which the students are 
presently writing. This still leaves us wondering: how can we teach our students to think more 
rhetorically in other situations, both presently and in future contexts? In order to combat this 
issue, Downs and Wardle develop WAW as a way to engage our students in a more direct route 
to learning transfer.  
Writing About Writing 
 When teaching for transfer emerged as an area of inquiry within composition studies, 
some of the first people to consider new strategies for the how with which we facilitate transfer 
to our students are Douglas Downs and Elizabeth Wardle (2007). At the foundation, they 
understand the impossibility of teaching students a universal set of academic skills that will work 
in all writing situations. WAW’s goal is to encourage students to think critically about writing in 
a way that encourages positive transfer to new writing situations throughout the university and 
onto postgraduate workspaces. Doug Downs (2010) summarizes WAW’s approach most 
effectively when he says, “We teach for transfer by teaching questions, functions, and activities 
that help students learn how to more successfully become enculturated in those other sites and 
communities when they get there” (45). With WAW, students can learn to think critically about 
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their current writing tasks and work through them using the skills that the pedagogy teaches 
them.   
 In their WAW work, Downs and Wardle believe this pedagogy should drive writing 
instruction and encourage knowledge transfer. First, they believe that writing cannot be taught 
independent of content. Therefore, the content revolves around writing and rhetoric, instead of 
inauthentic genres like personal essays or cultural critiques created solely for the purpose of the 
course. Second, scholars who advocate for a WAW approach do not want to deceive students to 
believe that it teaches students how to write, but, rather, Downs and Wardle want to use WAW to 
teach them how to think about writing, showing them the skills, they need to become better 
writers. Third, the teachers of WAW are aware and cognizant of the fact that their students are 
novice writers, not experts, an important point that relates back to students needing to 
acknowledge their place as beginners within writing (Smit 2004; Sommers & Saltz 2004). WAW 
teachers attempt to push students to view themselves as beginners who are willing to study 
writing content as its own subject of study. Using WAW, teachers encourage students to think 
critically about how they produce writing, rather than just using it as a vehicle to answer a 
semester-long question. While these concepts often seem abstract, Downs and Wardle provide 
various methods to apply the principles of WAW to the FYW classroom. 
 WAW instructors use many different approaches to help students develop transferable 
knowledge about writing. For one, they suggest a specific list of readings that are research-
focused and data-driven, rather than articles and essays that are not explicitly about writing. For 
example, Downs writes,  
[B]ecause reading and writing do not exist independent of particular communities of 
practice, they cannot be learned independently of them either. It is through this 
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theoretical route, then, that we reach the realization that a general education course must 
teach transferable knowledge about reading and writing but cannot do so without 
centering on disciplinary texts. (26) 
Readings in a WAW FYW course are largely writing-based, rather than the traditional articles 
and essays, which speak more to the pedagogical practices surrounding writing and the 
importance of the process. This part of WAW begins to set the foundation for a transfer-centered 
approach as Downs and Wardle attempt to show students that writing is something they can 
study, not just something that they must do.  
Another key element of WAW that it is used to help students develop transferable 
knowledge is reflective writing, something that has been a key part of transfer theory since the 
beginning. This kind of writing asks students to look back over their complete works and analyze 
them based on the choices that the student made to think towards their future work, where they 
learn to ask questions like: how does what I am learning now help me in the future? Students are 
also required to reflect on the readings they are presently working on writing. They are 
encouraged to reflect on the text, make connections from their own experiences to the writing, 
and finally, write about those connections they have made. According to Downs and Wardle, 
using reflective practices after contextual readings and student writing assignments allows 
students to further develop their connections to writing as a field of study.  
WAW pedagogies attempt to teach transferable knowledge about writing in other ways as 
well. Downs and Wardle’s work surrounding rhetorical analysis of texts requires students to 
develop and ask the transfer-specific questions when encountering new texts. WAW pedagogies 
help to encourage students to question the purpose of the piece, the context in which it was 
written, and the audience that it was intended for. For example, Downs explains, “In rhetorical 
Lund 26 
 
reading, students learn to ask not simply ‘what does it say’ or ‘what does it mean,’ but what does 
it DO. They try to make a claim about what the article is meant to accomplish for its specific 
readers in its specific activity system” (42). In order to engage the students with both reading and 
writing in the WAW course, Downs and Wardle ask students to participate in both rhetorical 
analysis of the readings and rhetorical writing practices in their own work. By considering the 
way in which the author writes for an audience, and the relationships at work throughout the 
piece, they are able to teach more effective rhetorical strategies that they believe will encourage 
writing transfer. 
Overall, WAW is an approach that encourages writing transfer by teaching students to 
view writing as a subject of study, utilize reflection, and develop an awareness of rhetorical skills 
for analyzing writing situations. WAW scholars also ask students to consider themselves as 
novices, and for educators to provide those students with the knowledge for how to use writing 
as a way to communicate effectively with others. Additionally, WAW pedagogies encourage 
students to consider the reasons for which they were writing, similar to genre pedagogies, and to 
use rhetorical choices to engage with readers more directly. In order to actively participate in 
transfer, WAW advocates suggest that students consider themselves as writers, while constantly 
reflecting on their writing process in order to engage in metacognitive reflection to enhance their 
writing. WAW offers one of the first attempts at creating a comprehensive curriculum with 
writing transfer-specific goals, but Downs and Wardle are not the only ones who develop a 
curriculum for teaching for transfer pedagogy. 
Teaching for Transfer  
									 After Downs and Wardle developed their own way to teach for transfer with WAW, 
scholars Yancey et al. (2014) began to develop their own attempt at a writing transfer 
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curriculum, now termed as Teaching for Transfer, or TFT. From the onset, Yancey et al. focused 
on the TFT curriculum being able to, “Assist students in transferring writing knowledge and 
practice in ways other kinds of composition courses do not” (5). Their focus suggests that they 
want to engage students in writing transfer in their FYW course more explicitly than those 
courses before them. TFT pedagogies encourage students to make more explicit learning choices 
to engage in writing transfer later in their academic and career settings.  
         In order to reach their goal to engage students in writing transfer, Yancey et al. determine 
a set of methods to facilitate the TFT curriculum. First, they implement a set of key terms, which 
they realize are missing from other writing transfer curricula. The decision to offer a set of key 
terms brings to mind the findings of Jarratt et al. (2009), who found that students sometimes 
struggle to discuss their writing knowledge because they do not have the vocabulary to express 
themselves. Thus, Yancey et al. determines a set of key terms that they teach students over the 
course of the semester to help them describe and theorize about writing. These terms are 
audience, genre, rhetorical situation, reflection, exigence, critical analysis, discourse community, 
knowledge, context, composing, and circulation. Yancey et al. argue that each of these terms 
represents a concept which is necessary for students to learn in order to participate successfully 
in writing transfer. 
Yancey et al.’s second method suggests that students use reflection as a tool for their own 
learning, thinking, and writing within the FYW course and beyond (57). For this, they ask 
students to complete both rhetorical writing pieces, and reflections on their writing experiences. 
Similar to the WAW curriculum, students are expected to reflect on their own writing as a form 
of metacognition, to directly review their own writing process and enhance their future writing 
by being aware of their process and abilities. Yancey et al. integrate this element into the course 
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in three ways: “(1) Students learn reflective theory by reading about it; (2) students’ complete 
successive reflective assignments, including one accompanying every major assignment in which 
students theorize about and (3) students engage in other reflective activities connecting reading, 
key terms, and assignments” (58). Like WAW, TFT focuses a large portion of the course on 
reflective reading and writing practices. This ensures that students are thinking about the 
contextual readings as well as reflecting on their own experiences, ensuring that the transfer of 
knowledge about writing happens as often as possible in future writing situations.  
The TFT curriculum also emphasizes the third method: developing a theory of writing 
(57). Through the multiple different reflective writing pieces throughout the course, students are 
able to engage with their own writing and reflect upon it. In doing so, the students are prompted 
to consider their own theories of writing that they might take with them into new contexts. By 
theory of writing, Yancey et al. means “A semester-long reflective process with the purpose of 
exploring the way they [students] develop, understand, use, and repurpose their knowledge and 
practice of writing” (57). Students must consider their choices for writing, and Yancey et al.’s 
method suggests asking them questions like: Who is my audience? What context am I writing 
within? What is the purpose of this writing? These rhetorical questions encourage students to 
consider the purpose for their writing and encourages transfer to later writing courses. The 
purpose of this method is to impress upon the students how and when to use these questioning 
strategies to develop their theories of writing further.  
 Unlike WAW and genre pedagogies that only propose possible curricula, Yancey et al. 
sets TFT apart by implementing, studying, and evaluating their pedagogy’s viability in teaching 
for transfer through an actual study. To briefly describe the study, the authors look at three 
different approaches to teaching an FYW course. One course uses an expressivist approach 
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(Burnham and Powell 111), where the focus is on the students’ perspectives and current social 
topics. Another is based on a culture and media approach (George et al. 94), where students 
consider how media affects the current culture. And a third class, the TFT course, which is 
presented by Yancey et al. to encourage students to develop a conceptual framework of writing 
that will transfer to future writing situations. Though each of these methods is a valid and 
common way to teach a FYW course, only one explicitly focuses on the goal of transfer.  
The findings from Yancey et al.’s study suggest that the TFT curriculum is largely more 
successful than the other two courses at engaging students in transfer. The evidence suggests the 
main reason the TFT curriculum is successful is because of the attention to the student’s ability 
to repurpose prior knowledge and experiences. According to Yancey et al., prior knowledge is 
the knowledge that students enter the classroom with, having learned it in other contexts (104). 
This study concludes with two findings about prior knowledge: first, that students often have a 
point of departure, or their own image of themselves as writers that has been determined through 
grades and other benchmarks. The first finding suggests that students have been conditioned 
throughout their K-12 education to value their grades over their own learning. The students 
outside of the TFT course are noted as unchanged, due to their good grades in their FYW course, 
and they show no attempt to change their current writing strategies (91). Second, students often 
enter into college with the absence of knowledge, or without the proper information, to help them 
succeed in college writing situations (104). The second finding suggests that students are often 
taught skills and strategies for writing that may not apply or transfer to college writing situations, 
and so they enter into the college writing course with a lack of prior knowledge to use and 
repurpose for new situations. Yancey et al. writes, “We found that prior knowledge - or various 
kinds - plays a decisive if not determining role in students’ successful transfer of writing 
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knowledge and practice” (5). Again, the students outside of the TFT course have prior 
knowledge from past situations, but they are largely unaware of what to do with that knowledge, 
which results in negative transfer. These findings do seem to suggest that the students in the TFT 
course are better supported in their endeavor to transfer knowledge from one situation to another.  
 Yancey et al.’s goal is to create a FYW course in which they explicitly teach students to 
engage in writing transfer, and based on the results of their study, it does seem like they are 
successful in accomplishing this goal. They are able to utilize portfolios, research and readings 
related to composition studies, and help students develop their own theories of writing to create a 
successful transfer-oriented curriculum. Their methods, teaching explicit key terms, repetitive 
reflection, and consistent reminders of metacognition to develop the students’ own theories of 
writing were effective according to the results of the study. The findings suggest that students in 
the TFT course are able to participate in conscious transfer of knowledge throughout the course, 
as opposed to the students in the other courses, who did not show evidence of transfer. The 
findings on prior knowledge also suggest that we should consider the knowledge that our 
students may or may not have when they enter the FYW course. Overall, the TFT approach for 
facilitating learning transfer is successful in many ways, but, of course, there is always room for 
improvement.  
Conclusion 
 The purpose of this chapter has been to review some of the research that surrounds 
transfer theory within WS. While there are some scholars, like Dias et al., who believe transfer is 
unlikely, there are many other scholars, who believe that transfer is, in fact, possible and can be 
taught. Perkins and Salomon offer a counterargument to transfer being unlikely, as they develop 
and define various types of learning transfer. Wardle and Brent, who believe transfer is possible 
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as well, determine some of the conditions that need to be met in order to engage students in 
learning transfer. While those scholars are studying their students' engagement, there are also 
educators who develop curricula that explicitly teaches students to engage in writing transfer, 
and thus genre pedagogies, the WAW approach, and TFT curriculum, are developed to meet 
different student needs for transferring knowledge. In the next chapter, I will broaden my 
perspective to examine other sites of writing transfer, like the writing center, and discuss the 




Chapter 3: Transfer Talk 
 Collaborative learning is an approach that educators use often in their teaching to allow 
students the chance to speak to their peers and gain a shared understanding of the concepts taught 
in the classroom. Peer interactions and classroom discussion are activities where students can 
interact in ways that facilitate transfer as they work together to talk about their prior writing 
knowledge with a peer to enhance their overall understanding of writing. Kenneth Bruffee (1984) 
highlights the importance of collaboration by saying, “Collaborative learning, as a classroom 
practice, models more than how knowledge is established and maintained. The argument pursued 
here [article] implies, in short, that in the long run collaborative learning models how knowledge 
is generated, how it changes and grows'' (647). Bruffee’s quote reminds us that in order for 
knowledge to develop, there must be collaboration between students so that the knowledge of 
one individual can assist others with their growth.  I believe that by providing students with a 
clear purpose and goal for their collaborative learning, they will be able to grow, develop, and 
abstract skills from their peer interactions. In order to execute this kind of learning, I turn to the 
idea of Transfer Talk (TT), as a way to engage students in peer interactions with the clear 
objective to participate in positive learning transfer throughout the course.  
 This chapter is my attempt to develop an understanding of TT before I suggest we 
integrate it into the TFT curriculum to engage more students in explicit knowledge transfer. To 
frame this chapter, I begin with the question: What is transfer talk? With the help of scholars like 
Jarratt et al. (2009), I begin to form the argument that TT is a necessary concept we can adapt to 
work within our classrooms. Following this determination, the authors Misty Anne Winzenried, 
Lillian Campbell, Roger Chao, and Alison Cardinal (2017) and Nowacek et al.’s (2019) will 
provide the sources for definitions and categories under the umbrella of the term TT that I will 
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draw on later, in chapter four, as I develop a revised TFT curriculum. Finally, Dana Driscoll’s 
(2015) study offers one attempt at teaching her students ways to use explicit TT questioning 
strategies to engage pre-service tutors in knowledge transfer with other students. This study 
provides us with a positive rationale for using TT strategies to further the development of the 
TFT curriculum. Overall, this chapter is my attempt to teach those of us who may not be aware 
of the concept TT before I suggest integrating it into the TFT curriculum.  
What is Transfer Talk? 
The concept of Transfer Talk (TT) has been developed by multiple WS scholars who are 
interested in collaboration and students' overall ability to transfer knowledge from one situation 
to another. While the term TT loosely describes the ordinary conversations between two or more 
people working together on a topic, it has since become a more developed concept that I believe 
we can use to encourage transfer of learning in our classrooms. Nowacek et al. (2019) most 
directly describes the concept of TT. They define TT as, “The talk through which individuals 
make visible their prior learning (in this case, about writing) or try to access the prior learning of 
someone else” (4). Thus, TT is the idea that students can work collaboratively with a peer to 
bring forward their prior knowledge about writing, and then repurpose that knowledge to make 
knowledge-transfer more likely in present and future writing situations. TT depends heavily on 
the idea that writers are able to participate in talk about their writing with another person, as prior 
knowledge is cued, remembered, and activated. For the students who may not have prior 
knowledge to activate, we are also enabling them to enter into new situations with a mindset that 
welcomes the addition of new learning altogether. In either case, the writer must be engaged in 
collaboration, to generate knowledge and promote growth and change. TT is a collaborative form 
of what scholars might call ‘transfer work,’ in which the student writer and collaborator are 
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engaged in discussions that bring forth knowledge that the writer can be reused and repurposed 
or begin to develop altogether. Now that I have provided a short description of what TT is, I will 
more directly develop the arguments necessary before integrating TT into the TFT curriculum. 
Does Transfer Talk Matter? Is it Necessary? 
 Simply stated, TT does matter, and is a necessary addition to our students’ FYW courses, 
as it allows students to communicate with peers in a way that is more likely to facilitate positive 
transfer of learning. Through the following study, conducted by Jarratt et al., it becomes clear 
how important the addition of a concept like TT is when considering our writing pedagogies, 
especially TFT. By using Jarratt et al. as an example of the work being done to engage students 
in talk with one another we begin to see the necessity for a TT-specific approach.  
Transfer Talk is a necessary addition to our FYW courses, and Jarratt et al. provide us 
with some evidence to support the need for explicitly integrating TT into our transfer-specific 
pedagogies. In their study, Jarratt et al. are able to determine whether students transfer 
knowledge from their FYW courses to Writing in the Discipline (WID) courses by interviewing 
students. The interviewers ask broad questions like, “What did you learn about writing in these 
courses [FYW]?” and, “Can you apply anything you learned in lower-division writing courses to 
this course?” and “Where/how did you learn this particular writing strategy/technique [referring 
to a piece of writing the student produced]?” (72-73). These questions are meant to activate prior 
knowledge and, thus, engage the student in TT with the interviewer. The interviewer asking the 
kinds of questions that prompt transfer encourage the students to engage in TT through their 
responses because they are thinking about their prior experiences with writing, all important to 
the argument for TT.  
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The student responses to Jarratt et al.’s interview questions suggest three major findings 
that provide us with a positive rationale for incorporating TT into our teaching methods. First, 
the group of students who are unable to remember their FYW experiences are cued to remember 
through TT-specific questions. Thinking about why this may have been the case, Jarratt et al. 
infer that because students were not previously prompted to consider their writing and reflect on 
their experiences, they never developed their own theories of how writing works or made 
connections between their writing in different situations (54). This suggests a shortcoming, 
possibly from the nature of the FYW course. While pedagogies are always being developed to 
encourage important concepts like reflection, few FYW classrooms require students to explicitly 
reflect on their learning and writing in FYW. Therefore, this finding suggests that this reflective 
questioning may have been the first time that these students were asked to consider what they 
had learned in FYW. This caused the result to be the students’ inability to transfer knowledge 
because the course had taken place too long ago. This also suggests that in order to transfer 
writing knowledge students need to engage in conversation with peers to use TT-specific 
questions to activate prior knowledge and repurpose it for future writing transfer.  
 The second finding that suggests a necessity for TT arises from the formal interviews of 
students with transfer-focused questions. Jarratt et al. suggest that the interview taking place 
itself cued the students' memories to recall skills they had learned in their FYW courses, which 
gives more reason for explicitly teaching students about TT. They write, “The interview context 
seemed to enable some students to review past moments of active reflection and to continue the 
process of developing a metacritical stance on their identities as writers'' (58). The interviewer, 
asking transfer-specific questions, engages students to participate in TT, and bring forward 
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student memory of past learning, also suggesting the importance of using TT to cue knowledge 
explicitly as often as possible.  
 The third and final finding in Jarratt et al.’s study that supports the value of TT comes 
when students reconsider previous assumptions of writing knowledge and revise their statements 
about their prior learning in FYW. For example, one student originally mentioned that they could 
not recall any connections between FYW and their current WID courses. However, once the 
interviewer pushed back and asked more TT-specific questions, the student’s perspective 
changed. The interviewer prompts the student to think of, “Ways her [Nandini, student] learning 
in first-year composition helped to prepare her for the intellectual challenges of upper-division 
science writing” (63) to which she reflects, “Maybe I did develop the skills there [in FYW], and I 
didn’t really realize it” (63). Jarratt et al. suggest that “Over the course of the interview, this 
student [Nandini] began to recognize the ways her learning in first-year composition helped to 
prepare her for the intellectual challenges of upper-division science writing” (63). TT encourages 
Nandini to reconsider her previous assumptions of writing knowledge, and to revise her 
statement about prior learning in FYW to include that she may have learned something after all. 
This suggests that TT between a student and an interviewer can encourage the student to be more 
aware of how they transfer knowledge from one context to another.  
 As we have seen through various examples, Jarratt et al. offer a valuable study that, while 
originally focused on pedagogical memory, also speaks to the issue of TT. Through the 
prompting of the interviewer, some students in their study were able to collaboratively create 
meaning with the help of another person. Additionally, the interviewer’s cue for prior 
knowledge, to bring forward the skills and strategies the students have learned, also making the 
internal dialogue of the student external. As these findings suggest, the students may or may not 
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have been subject to reflection previously, but the chance to speak with someone directly about 
their prior writing experiences illustrates that TT can be an important part of students’ ability to 
engage in writing transfer. Based on the findings of this study alone, one might argue that in 
order to engage our students in a transfer specific pedagogy, we need to make TT an explicit 
element of composition curricula.  
To return to the question I posed above, does transfer talk matter, the answer is yes, based 
on the work of Jarratt et al., and admittedly we need more research on this, it appears to matter a 
great deal because without it, students may not recognize when they are faced with an 
opportunity to transfer knowledge, or even that they have prior knowledge that may be 
transferable. As to the question is transfer talk necessary, the answer here is, also, yes. In order to 
use scholarship to provide students with the best chance to participate in transfer, we must allow 
room for collaboration within our writing pedagogies, because without TT, it is less likely that 
students will transfer prior knowledge to current writing situations.   
What Kinds of Transfer Talk are There? 
 From the scholarship, we know that there are various kinds of TT that engage students 
differently, depending on the social context and the writing being developed. Scholars have 
developed several different categories to describe the ways in which students participate in 
Transfer Talk. First, Misty Anne Winzenried, Lillian Campbell, Roger Chao, and Alison 
Cardinal (2017) identify two different kinds of TT: co-telling and co-constructing, with the latter 
being more complex and more important to learning transfer.  
 Co-telling, as a form of TT, is far less useful, but is nonetheless part of the conversation 
in their study. Winzenried et al. define co-telling as when students reflect on a shared experience 
and build upon it to create an agreed-upon viewpoint (6). Winzenried et al. suggest that the fault 
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of co-telling is that, if no one challenges the shared viewpoint, then the students will continue to 
build on that thought, even if it is incorrect. Co-telling can be troubling because it allows the 
students to believe something about writing that may be undeveloped and incorrect. While co-
telling is a way students might communicate, it is not something that should be promoted in the 
classroom. Winzenried et al. suggest that whenever there is an instance of co-telling, it would be 
important to steer the students in a different direction so that students can engage in a more 
fruitful kind of TT conversation: co-constructing. 
 The second category of TT, developed through Winzenried et al.’s study, is co-
constructing. Winzenried et al. write, “Co-constructing conversations produced a more complex 
shared understanding through students’ referencing and complicating of one another’s ideas” (7). 
This is slightly different from the idea of co-telling, because it involves students having a 
reciprocal conversation about the viewpoint, and either agreeing or arguing the idea, to come to a 
consensus that leads to more fruitful development of writing ideas. In order for students to 
develop a shared understanding they must listen to their peers closely and retell the ideas 
presented in new and clearer ways, each time building on the previous ideas to become more 
complex (6). Not only are students building with one other, but they are also challenging the 
ideas of others to further develop their own understanding. One example of what co-constructing 
might look is presented here: 
Miguel: And for Econ and English Composition it’s, well, Econ for like any quizzes or 
test, the answer you’re writing needs to make sense. So, the instructor’s teaching us in 
[our] English course, you need to use or have this to support your argument. Also, based 
off of what you said, this is like in Econ, we have to [write] something that’s very concise 
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and very accurate. Which, like, English definitely helps because it helps you, really 
forces you to analyze and choose your words carefully. 
Darren: One of the things that we covered in our composition class was audience and, 
like, when we’re writing to our [General Studies] course, it’s pretty informal kinda 
writing… And so, we have to make sure we’re writing to the right audience and our TAs 
and our professors rather than our cohort course leader because, it’s like formal versus 
informal, so. And we learned that in our English class. 
In this example, the students Miguel and Darren are speaking about their previous courses and 
the way that writing works differently in each of them. For Miguel, it seems like he is aware that 
each course requires a different kind of writing, which is a very general statement. Then, Darren 
adds to the conversation by saying he had to be aware of the audience because it would affect the 
tone of the writing, which offered more specific writing knowledge to their conversation. Darren 
was able to listen to Miguel’s recollection, and build off of the prior knowledge of both himself, 
and Miguel, to participate in positive knowledge transfer. Their new shared understanding of the 
rhetorical situation in which they are writing benefits both students because they now have a co-
constructed idea of writing.  
 Winzenried et al. conduct their study to determine the ways students engage in talk to 
build knowledge, which suggests how TT is an important part of transfer altogether. Co-
constructing is an important concept within TT, that suggests students should work together to 
either come to a consensus on prior learning or use prior knowledge to build and construct new 
writing knowledge altogether. Co-constructing is important for TT because it suggests that in 
order to transfer knowledge students must engage in some form of collaboration to reach 
consensus or have their ideas challenged.  
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 Winzenried et al.’s study is not the only research being conducted in WS to investigate 
the various types of TT. Rebecca S. Nowacek, Bridget Bodee, Julia E. Douglas, Will 
Fitzsimmons, Katherine A. Hausladen, Megan Knowles, and Molly Nugent (2019) also conduct 
a study to determine what kinds of conversations occur between students and tutors that are 
instances of TT. As we learned above, Nowacek et al. define TT as, “The talk through which 
individuals make visible their prior learning (in this case, about writing) or try to access the prior 
learning of someone else” (4). In order to determine what else TT might consist of Nowacek et 
al. study Writing Center (WC) videos to determine what kinds of conversations students 
participate in with tutors that help them transfer knowledge from one context to another. 
Through these interactions, the research team determines the types of conversations students 
engage in with the tutors: question asking, co-construction, and individual memory. I’d like to 
further examine these one at a time.  
The first kind of TT that Nowacek et al. identify in their study is question asking. They 
determine that question asking occurs when tutors ask transfer-specific questions to help writers 
tap into prior knowledge. Questions that intentionally cue students for transfer can look like the 
following: “Have you written anything like this before? If so, how, what, where etc.?” or “Does 
past experience have anything to do with the new situation? And if you have not written anything 
like this before, how can we learn how to write in this new situation?” (9). To further categorize 
these kinds of questions, they are broken down into further subcategories: requests for writing 
advice, requests for evaluation of writing, establishing tutor expertise, and requests for content 
expertise (8). Nowacek et al. suggest that students are more likely to transfer knowledge when 
they are explicitly asked questions that activate prior knowledge.  
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The next category of TT that Nowacek et al. identify is co-construction, a term that 
Winzenried et al. develop in their study which I previously discussed. Nowacek et al. define co-
construction as “Exchanges where tutors and students interact over several conversational turns, 
each drawing on their own experience in order to collectively develop a strategy to understand a 
common meaning of the writing situation” (10). For example, the following conversation is 
between a student and a tutor engaging in co-construction illustrates the idea further: 
Writer: Before I was reading this over and it says, it literally says, get page number. And 
I sent it to him like that! I forgot!  
Tutor: Oh yeah, I’ve definitely, or you put it in all caps like CITE.  
W: Yeah. GET IT.  
T: Like visual notes to yourself, like will you please explain this you idiot. And then you 
send it to your professor and you’re like ah that was me talking to myself. That’s part of 
my revision process. (10) 
While this interaction may not seem significant, it tells us about how students use their peers to 
build on their own knowledge of the writing and revision process. The writer acknowledges that 
they leave themselves visual reminders, and the tutor affirms this practice with their own process 
that utilizes the same strategy. The example shows a tutor and a writer combining their 
understanding of the strategies by reminding each other to go back into their writing and cite the 
page numbers. In relation to transfer, the act of co-construction would be creating an opportunity 
for positive writing transfer between both students because they must combine their prior 
experiences, build on that knowledge, and transfer it to future writing situations. This kind of co-
construction between the tutor and the writer is an example of how TT can work to build 
knowledge that students will later transfer to other writing situations. 
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 The third and final category of TT that Nowacek et al. identify is individual memory. 
They define individual memory as a narrative that the student shares with the tutor about their 
previous writing experiences or what they know about writing. This is the most common 
instance of TT, and includes the following subcategories: course context, statements about 
writing, statements about self-as-writer, and not-knowing (12). This kind of TT allows the 
student to tell the tutor about their current understanding of writing. An example would be when 
a student considers their writing out loud. When a student talks to the tutor about evaluations or 
feedback they received about their writing in the past, like in the example, “He read my thesis 
and said it wasn't descriptive enough so I tried changing the words” (6), Nowacek et al. would 
consider this to be a statement in the category of course context. If the student is talking about 
their own writing, like if they were good or bad at a strategy, that is an instance of self-as-writer. 
For example, one student said, “Well this topic sentence I feel like is pretty weak. It sounds a lot 
like something I’ve already written” (7). Students also describe times when they had little or no 
understanding of the writing situation, which results in a moment of not-knowing, and often 
leads to further question asking, like in the following example:  
T: What do you think sounds best if we put these three into the thesis?  
W: I don’t know.  
T: Okay, well how do you think we should fit it in.  
W: [[long silence]] I don’t know. (6)   
Due to the writer's lack of knowledge, there is an outcome of not knowing, as it seems like the 
student is unable to discuss their thoughts any further with the tutor. Each kind of individual 
memory sharing from the student suggests an opportunity for TT to take place, as the tutor can 
take the opportunity to build their questions around the student’s words.  
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Both Winzenried et al. and Nowacek et al. give us a clearer sense of what TT is, and they 
provide ample elutriations to help readers understand what TT might sound like. The findings 
from their studies suggest that, in order to engage in TT, there must be collaboration between 
two or more individuals. In both studies, students and tutors engage in different kinds of TT that 
activate prior knowledge. The knowledge they abstract from prior experiences was brought 
forward through TT, so the student can use and repurpose it for the current writing task. These 
results are rich in findings that further suggest the necessity of explicit TT when teaching for 
transfer.  
Can Students be Taught to Participate in Transfer Talk? If so, How? 
 Scholars like Winzenried et al. and Nowacek et al. provide examples of studies to define 
the interactions between students and their peers with TT-specific questions. This does leave 
room to wonder though, if there are ways we can teach students to actively participate in transfer 
by using these questioning strategies. To answer this, we might look to one scholar who has been 
able to effectively teach students to participate in TT, Dana Lynn Driscoll (2015), in her WC 
tutor course. In her study, Driscoll teaches pre-service tutors TT concepts like question-asking 
and co-construction, to help them become more aware of the ways they can engage their clients 
to produce more instances of transfer during their sessions.  
The findings of Driscoll’s study suggest that tutors who are taught about transfer are 
much more likely to engage their clients in question-asking to activate prior knowledge and 
participate in co-construction. Driscoll teaches the pre-tutors to utilize their own learning about 
transfer to engage their clients. Because of the previous transfer-based training they receive, the 
tutor is more prepared to use the TT strategies with their clients. For example, the tutor will use 
questions that ask the client about their prior knowledge or experiences, like, “Consider the kinds 
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of writing you do in other university classes. Please describe the writing that you've done” (181). 
Questions like this ask the client to consider their previous experiences and allow the tutor to 
bridge the gap between past and present knowledge. The tutor might also suggest that the writer 
reflect on their writing, as in this example, “What key writing concepts, if any, were important 
factors in how you approached or carried out this writing assignment?” (181). A question like 
this requires the student to consider their writing process and allows them to reflect on their use 
of writing concepts. Further, Driscoll’s study does suggest that in order to engage students in 
transfer-specific pedagogy, we must explicitly teach them TT questions. We should not expect 
that TT will just happen on its own, especially since we understand how difficult transfer is.  
Conclusion 
 Transfer Talk, the talk where students make their prior knowledge visible to someone 
else for strategic purposes, is a concept that is clearly important to overall knowledge transfer. 
Through Jarratt et al.’s study, we begin to see the importance of TT and the necessity for 
developing curriculums around it. While Winzenried et al. establish the category of co-
construction and its significance, Nowacek et al. drive home the importance of TT. In order to 
engage students in TT, we must teach them how to collaborate with peers to ask questions that 
encourage transfer of knowledge. Discoll’s work gives us a small basis to see TT in action, with 
her pre-service tutors and their clients, but the lack of more research on this concept suggests that 
there is much more work to be done. In the next chapter, I will suggest ways we can use FYW as 
a space to embed TT into a teaching for transfer curriculum, specifically Yancey et. al’s TFT 
curriculum, making TT into a critical fourth element of the TFT approach.  
Chapter 4: The Fourth Element - Integrating TT into TFT 
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 In Writing Across Contexts, Kathleen Blake Yancey, Liane Robertson and Kara Taczak 
(2014) focus on creating a curriculum that will help students participate in transfer of knowledge 
more explicitly than any other FYW curriculum has previously done. In order to do so, Yancey 
et al. develop the TFT curriculum that teaches students a set of key terms, how to properly use 
reflection as a way to become a better writer and offers an opportunity for students to develop 
their own theories of writing. The readings and assignments for the course are based on previous 
scholarship that suggests that transfer is a process that is more likely to occur when explicitly 
taught to students. In this chapter, I will build on, and extend, Yancey et al.’s project by offering 
a vision of how to integrate TT into the TFT curriculum as a fourth element which explicitly 
engages students in collaboration and conversation with one another, in ways that will help to 
encourage transfer of knowledge about writing.  
Why Should Transfer Talk be Integrated into Teaching for Transfer? 
 TT should be integrated into TFT for several reasons. First, from the studies and data 
discussed in the last chapter, it is clear that TT can encourage students to engage in transfer that 
they may have otherwise missed. By participating in TT, students are able to collaborate 
thorough conversation with peers to discuss their previous learning that would otherwise have 
been unacknowledged without TT strategies. Second, TFT is a strong base curriculum into which 
TT can be implemented because it offers students various ways to engage in transfer but feels 
overall incomplete since Yancey et al. did not advocate for the use of explicit strategies to 
encourage students to collaborate and develop. With the addition of TT as the fourth major 
element, it will become even more likely that students will learn to transfer writing knowledge. 
Third, one of the best strategies for teaching is repetition, and the TFT curriculum allows the 
room for students to repeatedly practice TT in the classroom with their peers. And fourth, TT 
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allows students to consider their previous writing experience and build on that knowledge with 
their peers to create shared understandings of writing. Overall, in order to give students, the best 
chance to engage in positive writing transfer, we must give them all the tools, strategies, and 
opportunities to practice their own learning for transfer. Incorporating a fourth element into the 
TFT curriculum, Transfer Talk, should help students to make transfer more likely.  
How Can Transfer Talk be Integrated into Teaching for Transfer? 
 In order to integrate TT into the TFT curriculum as the fourth element, TT needs to be an 
explicit goal of TFT. We must include TT in all aspects of the TFT curriculum for it to be an 
effective strategy. To begin, I suggest the addition of a new course outcome that relates to TT, 
which becomes clearer in Appendix A, the course syllabus. Additionally, I would like to suggest 
adding three new key terms to the TFT curriculum, a set of TT questions as a headnote before 
each draft student complete, and four new course readings that will allow students to engage in 
TT with one another. I would also like to propose a revision to the way writing is assigned for 
students to complete independently in the TFT curriculum, as well as a rethinking of the 
reflection’s students are asked to complete after each major writing assignment, which I illustrate 
more clearly in Appendix B. Finally, I would like to split the semester into four learning units 
that will, I believe, make the goals of each unit slightly more clear and overall organized. With 
these changes I hope to show how it is both possible (and necessary) to integrate TT into the TFT 
curriculum as the fourth element. 
Course Outcomes 
 Integrating TT into the TFT curriculum means revising the course outcomes to 
incorporate the act of collaboration as an explicit outcome of the class, which can also be found 
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in the course syllabus I provide in Appendix A. The following course outcomes are what the 
original TFT curriculum proposes: 
● Read and write in multiple genres and across several media; 
● Explore and analyze, in writing and reading, a variety of genres, communicating through 
different media to various audiences; 
● Understanding that composing is a process that uses different genres, communicating 
through different media to various audiences; 
● Recognizing and practice key terms when engaged in writing situations in and beyond 
this course;  
● Demonstrate ability to determine key terms discussed in the course; 
● Develop a theory of writing.  
While one might suggest that TT could easily be incorporated into any of the outcomes above, I 
would like to argue that it is necessary to add a new course outcome that explicitly integrates TT 
into the course learning goals. That new outcome is as follows: 
● Work collaboratively with peers to engage in transfer-specific conversations to improve 
one’s writing in, and beyond, the course.  
Adding this course outcome is important to the overall integration of TT into TFT because it 
brings awareness to students that they will be working with peers throughout the course to gain 
knowledge and understanding of how transfer works, as well as the importance of TT in assisting 
with their ability to transfer knowledge.  
Key Terms 
 As key terms are the first of the three main elements in the TFT curriculum, I find it 
important to add three new terms that relate to both transfer and TT. To review, Yancey et al. 
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suggest that in order to teach students how to transfer knowledge effectively they must be taught 
key terminology from the field of Writing Studies. The terms they teach are audience, genre, 
rhetorical situation, reflection, exigence, critical analysis, discourse community, knowledge, 
context, composing, and circulation. I suggest the addition of three new key terms into the TFT 
curriculum: collaboration, conversation, and transfer. These terms will engage students in 
explicit transfer and collaborative TT with their peers over the course of the semester. Before we 
move on, I’d like to say a few words about the importance of each of these terms. 
 The first new key term is collaboration. Collaboration is a practice that students have, no 
doubt, been exposed to in previous school settings, anywhere from when they were little to their 
current place in college. However, what is collaboration, when we consider it within the context 
of writing? Some educators believe that writing is a solitary activity because a teacher often 
requires the work that is submitted to be from one singular individual. But what scholarship is 
there to support so many individual assignments? Our society is largely conversational and relies 
on collaborative work for many things. Writing scholar Kenneth Bruffee writes about this in his 
article on collaboration: 
To avoid these pitfalls and to marshal the powerful educational resource of peer group 
influence requires us to create and maintain a demanding academic environment that 
makes collaboration - social engagement in intellectual pursuits - a genuine part of 
students' educational development. (652) 
The pitfalls in which Bruffee is referring are the ways in which we group students together out of 
convenience, as teachers. Bruffee suggests that educators can use social engagement 
purposefully for our students when we ground our pedagogies in scholarship that promotes and 
supports collaborative learning. To engage students in more TT-specific practices, teaching them 
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about the importance of collaborative work with peers is one of the main goals of this revision of 
the TFT curriculum. In this case, collaboration is working with a peer to engage in conversation 
that cues prior knowledge about writing and develops one’s own writing further. In order to do 
this, one must be willing to discuss one’s writing with a classroom peer. By providing 
collaboration as a key term, students will be frontloading, at the beginning of the semester, that 
they will work with their peers to gain writing knowledge from multiple perspectives to enhance 
their writing practices. 
 The second new term that I suggest adding to the list of TFT key terms is conversation. 
By adding the term conversation, students will be able to engage in explicit talk about the term, 
while participating in the action that conversation represents. Kenneth Bruffee discusses this in 
his chapter, saying,  
To the extent that thought is internalized conversation, then, any effort to understand how 
we think requires us to understand the nature of conversation; and any effort to 
understand conversation requires us to understand the nature of community life that 
generates and maintains conversation. (640)  
According to Bruffee, before we can communicate with others, we must first understand how 
conversation works. Conversation is the way in which we transfer ideas from one person to 
another, at the smallest level. By providing students with the knowledge of what conversation 
consists of, we can help them begin to understand how ideas are transferred from one person to 
another to create a shared meaning or understanding. Through Bruffee’s ideas of conversation, 
we can explain to our students the way that they can work with others to create meaning that will 
aid them in their writing.   
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The third new key term I suggest adding to Yancey et al.’s list of TFT terms is transfer. 
While it may seem strange to add this term when Yancey et al. did not, themselves, include it in 
their own list, I feel it is important to do so because by explicitly teaching students the term 
transfer, they should become more aware of their participation in a class that was designed to 
engage them in the practice of transfer, how it works, and why it matters. The main goal of 
transfer, as it relates to writing for Yancey et al., is to consider “how we can help students 
develop writing knowledge and practices that they can draw upon, use, and repurpose for new 
writing tasks in new settings” (2). Additionally, as other scholars suggest, the act of 
metacognition, or thinking about the things in which you are an active learning participant, 
suggest that educators should explicitly teach students the skills and terms they need to become 
successful writers. By bringing the term transfer into conversation with students early on in the 
TFT class, we are much more likely to help them learn how to engage in the act of learning 
transfer. 
Course Schedule 
Below, I provide a visual representation of the course schedule with my proposed 
revisions to the TFT curriculum in combination with the original outline of Yancey et al.’s 
suggested syllabus. The table shows the entirety of the proposed semester schedule. The text in 
black is Yancey et al.’s original TFT curriculum. The text in red is my suggested changes. 
Finally, the text with the strikethrough are items that I suggest eliminating from the schedule 
altogether. 
Figure 1. Revised TFT Course Schedule 
UNIT ONE  





Billy Collins; M-H Handbook Ch. 1 
Perkins and Salomon - “Transfer of Learning” 
 
Writing Due: 
Journal #1 - What is Writing? 
Reflection on Key Terms 
Week Two Genre, Rhetorical Situation 
 
Reading Due: 
Nora Ephron or Gloria Anzaldua;  
Martin Luther King; M-H Handbook Ch. 2 
Kerry Dirk - “Navigating Genres” 
 
Writing Due: 
Journal #2 - Genre and Audience, and Rhetorical Situation 
 
Class Discussion: 
Genre Repertoires - What have you previously encountered? 
Week Three Rhetorical Situation, Audience, Conversation 
 
Reading Due: 
Lloyd Bitzer; M-H Handbook Ch. 7 
Kenneth Bruffee “Collaborative Learning and the ‘Conversation of Mankind’” 
 
Writing Due: 
Draft #1 of Major Assignment #1 
 
Peer Discussion: 
Before Beginning a Major Assignment - Transfer Talk Q’s w/Partner 
Week Four 
 
Workshop, Reflection, Collaboration 
 
Reading Due: 
Kathleen Yancey, “On Reflection”; M-H Handbook Ch.3 
Nowacek et al. “Transfer Talk” Excerpt Pages 9-17 
 
Writing Due: 
Draft #2 of Major Assignment #1 
Final - Major Assignment #1: Reflection 
 
Peer Discussion: 
After Completing a Major Assignment - Transfer Talk Q’s w/Partner 
 
UNIT TWO  





Henry Jenkins; Nora Ephron; Steven Johnson 
Student Essay Samples 
 
Writing Due: 
Journal #4 - Knowledge; Research Topic Brainstorm 
Writing Genre #1 - Research Topic Reflection 
Journal #5 - Research Question Brainstorm 
Week Six Critical Analysis, Knowledge, Exigence 
 
Reading Due: 
Paul Auster; Al Gore; M-H Handbook Ch. 15 and Ch. 16 
 
Writing Due: 
Final Research Question; Individual Conferences, Research Proposal 
 
Peer Discussion: 
Before Beginning a Major Assignment - Transfer Talk Q’s w/Partner 
Week Seven Individual Conferences Continued 
 
Reading & Posting Due: 
Nicholas Carr; M-H Handbook Ch. 18 and Ch. 20 




M-H Handbook Ch. 21 and Ch. 23 
Writing Due: 
Writing Genre #3 - Research Report 
Draft #1 of Major Assignment #2 
Week Eight Discourse Community 
 
Reading Due: 
Sample Student Essays 
 
Writing Due: 
Journal #7 - Context 
Works Cited Draft 
Workshop Day 
Draft #2 of Major Assignment #2 
 
Peer Discussion: 
After Completing a Major Assignment - Transfer Talk Q’s w/Partner 
UNIT THREE  
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Week Nine Workshop, Revision 
 
Writing Due: 
Draft #3 of Major Assignment #2 
Journal #8 - Reflection on Drafts 
Final - Major Assignment #2 Due 
Writing Genre #4 - Post-Essay Reflection 
 
Intro to Major Assignment #3 
Week Ten Genre Exploration, Composing, Reflection - (Re)define Genre 
 
Reading Due: 
Clooney Interview - Esquire; Springsteen Interview 
 
Writing Due: 








Short Assignment #1 - Potential genres Proposal 
 
Peer Discussion: 
Before Beginning a Major Assignment - Transfer Talk Q’s w/Partner 
 
Week Eleven Audience, Reflection - (Re)define Audience 
 
Reading Due: 
Los Angeles Times, Jackson Obituary; M-H Handbook Ch. 4 and Ch. 5 
 
Writing Due: 




Steven Johnson Blog: Inconvenient Truth Excerpt; Al Gore, Jr., “Nobel Peace 
Prize Acceptance Speech” 
 
Writing Due: 
Short Assignment #2 - Audience Strategy 
 
UNIT FOUR  





M-H Handbook Ch. 6 and Ch. 14, Selections from Part 5 
 
Writing Due: 
Short Assignment #3 - Report on Sources Due at Conference 
Week Thirteen Project Workday 
 
Writing Due: 
Update on Project 
 
Week Fourteen Final Project - Major Assignment #3 Due 
Intro to Reflection Assignment 
 
Reading Due: 
How People Learn, Ch. 2, “How Experts Differ from Novices” 
 
Writing Due: 
Short Assignment #4 - Reflection on Your Composition 
 
Peer Discussion: 
After Completing a Major Assignment - Transfer Talk Q’s w/Partner 
 
Week Fifteen Theory of Writing, Reflection - Your Key Terms 
 
Reading Due: 
How People Learn, Ch. 3, “Learning and Transfer” 
 
Writing Due: 
Journal #10 - “The Unveiling of a Writer” 
Reflection-in-presentation Due (Moved from Week 16) 
 
Week Sixteen Finals Week 
 
Transfer Talk - Final Assignment  
 
 
Having provided readers with a visual representation of the schedule, I would like to 
discuss the various changes I’ve made, so as to clarify the ways I have worked to integrate TT 
throughout the existing TFT curriculum. First, I eliminate some of the readings towards the 
beginning of the semester, like Nora Ephron and Gloria Anzaldua’s reading, because I believe it 
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is far more important to frontload the informational texts on transfer, collaboration, conversation, 
and genre at the beginning of the course. Second, I suggest eliminating some of the reflective 
writing pieces the students are asked to complete, because I believe that this is something we can 
do verbally, as a class, rather than having students write these thoughts out every week, 
sometimes twice a week. Third, I added, in red font, the opportunities for the TT discussions 
before and after a major assignment which I will develop further in a later section. Finally, you 
will also notice the change I have made to the end of the semester, where I make the reflective 
theory of writing a journal entry in the second to last week of class, to leave more room for the 
alternate assignment of the transfer reflection I also propose later in this thesis. These changes 
are necessary in order to make room for TT specific instruction and will, I feel, enhance the 
students’ chances of transfer. 
What Will Students Read? 
 Another major element of the TFT curriculum is the selection of course readings that 
Yancey et al. suggest must relate to writing as a field of study. These readings consist of various 
topics from many different authors which include both WS scholars and celebrated writers like 
Billy Collins, Lloyd Blitzer, Kathleen Yancey, and Martin Luther King Jr., just to name a few. In 
addition to the present readings, I suggest that there need to be four additional texts if we are to 
engage our students in collaboration and TT explicitly. The four most accessible pieces for 
students to dip their toes into the waters of transfer, collaborative learning, and TT are from 
Perkins and Salomon’s article, “Teaching for Transfer,” Kerry Dirk’s “Navigating Genres,” 
Kenneth Bruffee’s, “Collaborative Learning and the ‘Conversation of Mankind,” and Nowacek 
et al.’s “‘Transfer Talk’ in Talk about Writing in Progress: Two Propositions about Transfer of 
Learning.'' These readings serve their own purposes in teaching students why TT works and how 
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they can benefit from working on their writing with peers, which I will discuss further in this 
section.  
 First, I believe that having the students read “Teaching for Transfer” by Perkins and 
Salomon will provide them with some background on what transfer represents in terms of 
learning, as well as connecting directly to the new key term I previously discussed: transfer. In 
this short reading, Perkins and Salomon offer succinct definitions of terms important to 
participating in transfer, like high road and low road transfer, positive and negative transfer, 
teaching for transfer, and mindfulness. They suggest that engaging students in the act of 
metacognition, or mindfulness, is also important to effectively transferring knowledge. In the 
reading, Perkins and Salomon write, “Mindful (high road) transfer requires active abstraction and 
exploration of possible connections. Many learning situations do not encourage such mental 
investments, although people more inclined to mindfulness or metacognition are by definition 
more likely to make them [connections]” (9). As they suggest, there is a connection between the 
student’s ability to transfer knowledge and making students aware of what they are learning in 
the classroom. The act of reading about transfer is in itself an act of metacognition. This 
facilitates transfer because it allows students to make connections between course readings and 
their own ability to transfer knowledge to future writing situations.  
 The reading of Kerry Dirk’s “Navigating Genres” is my next suggested course reading 
because it is an accessible piece that does a great job of highlighting what students might already 
know about genres. Dirk’s article focuses on the idea that students have been previously exposed 
to genres, but they may not be aware of them. Dirk’s chapter specifically brings genre awareness 
to the table for students, asking them to consider their previous experiences with genres, and to 
develop their understanding further so they can write successfully in new contexts. By giving a 
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reading like this to students at the beginning of the course, I hope to frontload the idea that genre 
and transfer go hand-in-hand. That is, in order to transfer knowledge, students must be aware of 
the genre in which they are writing in order to move forward and write within a new genre and 
rhetorical situation. By providing this reading, students will learn to recognize their own prior 
experience with writing and genre awareness and participate in the creation of the classroom list 
of genres, or genre repertoire, that I have suggested to begin the discussion of transfer-specific 
discussions, or TT.  
I then suggest Kenneth Bruffee’s work on collaborative learning for an additional course 
reading because it provides students with a rationale for working with their peers. In Bruffee’s 
essay, he suggests that collaborative learning is one way in which we can engage students in the 
practice of writing without being too invasive as teachers. By allowing students to work together 
on difficult writing situations or new genres, they are able to create meaning together, like co-
constructing suggests, to build a shared understanding with their peers, and repurpose that 
knowledge to learn to write independently at a later time. Bruffee writes, “What the term 
[collaborative learning] meant was a form of indirect teaching in which the teacher sets the 
problem and organizes students to work it out collaboratively” (637). Bruffee suggests that often 
students are paired together to solve a problem but are not given the proper tools to figure out the 
solution. The solution to the larger issue, I believe, is what TT can give us - the guidelines for 
effective collaborative learning that yields stronger writers. Additionally, by allowing students to 
work together to help each other through problem solving, we give them more opportunities for 
critical thinking. Bruffee also notes that, “Collaborative learning provides a social context in 
which students can experience and practice the kinds of conversation valued by college 
teachers… [It] also provides a particular kind of social context for conversation, a particular kind 
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of community - a community of status equals: peers,” (642). By allowing students to work 
collectively, they are able to engage in conversation that helps to facilitate TT. I suggest this 
particular reading because it allows students to see the value in working with others, also 
showing the ways in which TT can be used to help students review their prior knowledge and 
build a shared understanding with their peers.  
 Finally, I want to add Nowacek et al. 's work on TT to the list of readings for various 
reasons. One, the TFT curriculum suggests that we give students reading assignments that are 
related to Writing Studies as its own field of study. Two, Nowacek et al.’s article is a study that 
offers students actual data within the field of WS to analyze and discuss, allowing them to see 
the validity of WS as a field that values data and research like any other field. Three, the article 
shows real tutors and students interacting and proves the usefulness that TT will offer the 
students after they begin to use the key questions listed above. Nowacek et al. suggest that in 
order to make learning transfer possible we must immerse students' in activities that engage them 
in transfer more often. They write,  
Transfer talk is not synonymous with transfer of learning. It is instead a construct that 
allows us to focus not on the final decisions that writers make about texts… but rather on 
the ways in which writers bring their prior learning into play as they discuss their writing 
in progress. (9) 
The quote above reminds us that just because we are encouraging students to use TT strategies, it 
does not automatically mean they will transfer their learning every time. However, it does allow 
us to show our students the journey to become stronger writers, by using the strategies that TT 
has given us to think about our prior knowledge and apply it to our current writing. Through 
reading Nowacek et al.’s article on TT, students will be able to speak to their peers about their 
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writing process, making what is often thought of as an individual and subconscious act into a 
collaborative and conscious one. These conversations are important for our students and we owe 
it to them to make time for them in our curricula.  
What Will Students Write? 
The TFT curriculum used by Yancey et al. suggests the use of four major assignments in 
which students write over the course of the semester. The following assignments are the current 
four major writing assignments that are part of the TFT curriculum: 
● The Source-Based Article - Students will be asked to make connections to the key terms: 
genre, audience, and rhetorical situation while developing their own theories of writing. 
This assignment also helps to develop research skills and their ability to make 
connections between writing terms. 
● The Inquiry-Based Essay - Students research sources and explore the genre that the 
research represents and adds four new key terms. The students are asked to find their own 
sources of information for this assignment.  
● The Composition in Three Genres - Students are expected to revise their previous writing 
into three new difference genres, allowing students to think critically about the rhetorical 
situations and audiences of different genres and engage with them to develop their 
rhetorical skills.  
● The Reflection-in-Presentation - Students develop their theory of writing more 
completely, using the key terms and previous writing from their time in the course. 
Through these four major writing assignments students are constantly considering their 
own theories of writing, but more as an individual than anything else. However, I think that we 
should start including more explicit uses of TT within the assignments themselves. I want to 
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suggest that instead of making these essays a process in which only the individual works on the 
writing, we open them up for more opportunities for students to engage in collaborative learning 
with TT as the main goal. For example, at the beginning of the assignment, students can meet 
with a peer to discuss the new genre they are being asked to write. Then, again at the end of the 
writing process, in order to continue to have talks about transfer and consider future writing 
situations, students will meet with a peer to discuss their TT questions. By allowing more room 
for collaboration and talk throughout the course, we are leaving more room for TT to encourage 
learning transfer for our students.  
To further the use of TT in the course, I suggest the addition of a new final major 
assignment related to genre awareness, TT, and knowledge transfer. As explained in Appendix 
C, I begin first by asking the students to consider the previous writing they have completed, as 
well as our genre repertoires from week one, and ask students to determine what kinds of new 
genres they can add to the original list based on the work of the semester. In the second part of 
the assignment, I ask students to consider their time spent with other students in collaboration to 
participate in TT. In this part of the reflection, I ask the students the following questions as they 
relate to the course: 
● Over the course of the semester, you were able to work with a peer to engage in 
conversations related to transfer. How has this affected your experience of the course? 
● How do you think the act of asking questions has enhanced your abilities as a writer? 
● In what ways can you take what you have learned over the course of the semester and 
reuse and repurpose it for future writing assignments and other courses? 
These questions ask the students to consider what they have learned over the course of the 
semester and relate that learning right to the key terms transfer, collaboration, and conversation 
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so it is more likely that they actually transfer their knowledge. Additionally, the second question 
asks students to consider the impact that conversation with their peers has had on both their 
classroom experience and their development of writing. The third question asks them to consider 
the future of their writing and asks them to think about what they can take away from the 
semester to develop their writing in the future. These questions are necessary because when 
reflecting we want our students to consider the entire experience they have had in order to 
effectively transfer to new writing situations in the future.  
As previously mentioned, the final assignment of the reflection-in-presentation requires 
students to consider their time in the course and develop a theory of writing based on the terms 
and practices they have learned. I suggest that in order to make room for more reflective 
practices using TT strategies, this assignment should be shortened and considered as a journal 
entry, instead of a major assignment. This makes sense to the new curriculum because the 
students have spent their entire semester reflecting to build their own theory of writing. 
Therefore, they only need to submit a journal entry about the topic on their final thoughts about 
their theories of writing.  
What Will Students Do? 
Genre Repertoires 
 To show students the various genres in which they are likely to already participate, a 
great first step is to work as a class to create a list of genres in which students already use and 
build upon it as the course continues. Imagine, for a moment, the lesson begins with three items 
written on the board: emails, poetry, and resumes. You begin by asking the students what all 
three of these items have in common, to which eventually someone answers that they are all 
forms of writing. From there, you ask the class to brainstorm a list of other types of writing they 
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might encounter or engage in. They respond with the following various kinds: lab reports, text 
messages, song lyrics, school essays, research reports, newspaper articles, etc. This list becomes 
invaluable throughout the semester as it becomes a returning point for the students every time 
they write something new. This list, or your genre repertoire, as you will explain to your 
students, is a list of genres in which they might write, all with different audiences in mind, 
contexts to consider, and rhetorical situations to write for. Throughout the course they will 
continue to return to this list so when they are speaking with their peers and using co-
construction they can discuss and remember the key features of a research essay to write a thesis-
based argument.  
Key Questions and Headnotes 
In order to properly integrate TT into TFT, there are various questions that we can ask 
our students to think about through collaboration with their peers. For the purpose of this section, 
I will use TT-specific questions to create a set of headnote questions that will more effectively 
engage students in conversations that enable transfer. To continue the student’s engagement with 
the TT questions and conversations, I suggest these two lists of key questions, one for prior to 
the new writing assignment, and one for after, so the students are engaging in TT-specific 
questions that will help them transfer writing knowledge to future writing situations:  
Before Beginning a Major Assignment: 
● Have you ever written anything like this before? Consider the genre repertoire from the 
first week of school. What on that list looks like the work you are completing now? 
● If there is nothing like this in your genre repertoire, how can you move forward to write 
in this new genre? What does write in this genre look like? Can you use examples to 
make our own writing meet the same needs? 
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The rationale for the questions before the major writing assignments take place is to encourage 
students to consider their previous writing experience and knowledge and to relate it to this new 
assignment. They are required to identify antecedent genres, and then share this knowledge with 
their peers to build on their understanding. Then, at the end of the major assignments, they will 
consider the following questions for thinking about future writing situations: 
After Completing a Major Assignment: 
● Now that you have written within this genre, what are some key features your writing has 
that look similar to any of the other genres on our genre repertoire list? 
● What are two or three specific features of the genre, that you learned from this 
assignment, that you can use when writing in future situations? 
By asking students about their experience with this new genre from the major assignment, they 
are actively engaging in TT in the form of question asking and co-construction with their peers. 
Additionally, they can add to their genre repertoires and complete some critical thinking about 
their future writing situations and what those might require. Overall, adding key questions in the 
form of a headnote to engage in TT will be imperative to the facilitation of TT into the TFT 
curriculum.  
 In addition to the conversations between the students to use the TT questions above, I 
will also require students to include the following questions in a headnote before they submit any 
formal writing piece to their peers, so they can engage with them during their own revisions of 
their writing. With the TT questions at the top of the draft, meeting with their peers will become 
easy and second nature to the students. They will answer these questions for themselves before 
they meet with their peers to ensure a fruitful conversation and interaction. When entering into 
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the peer discussion, the peer will be able to review the answers to the question and while reading 
the draft consider if the student met the goals presented in the headnote. 
Reflections 
 Yancey et al. center the TFT curriculum around the idea that reflection is essential to 
students' ability to engage in knowledge transfer. In fact, over the course of the semester the TFT 
curriculum dictates that after each major and short writing assignment, the students are required 
to submit a reflection based on their learning and the key terms they engaged with. While I 
suggest that we keep this practice, I think we should alter these reflective papers to be classroom 
discussions instead, so that the ability to participate in TT is more explicit for the students. By 
allowing the students to brainstorm with their peers first, and then come together into a 
classroom discussion they will be able to build their understanding of their learning as a class, 
which allows for a shared understanding amongst all of the students, that is almost entirely 
student driven.    
 During the time in the classroom, it is important to immerse students in the collaborative 
practices that encourage transfer as often as possible, and that is where TT comes into play. The 
entirety of the semester and course schedule seems overwhelming with the number of reflections 
that students are asked to write on a weekly basis. The discussions should start out between two 
to three students in small groups for brainstorming, and then move to a larger classroom 
discussion to participate in TT, or co-constructing, to be more specific. Co-construction like in 
both Winzenried et al.’s and Nowacek et al.’s studies, suggests that by speaking to another 
individual about their experience’s students will be able to draw off their experiences as well. In 
Nowacek et al.’s article, they write, “[O]ur moments of co-construction are premised on 
interactions with a conversational partner and potentially offer an opportunity to revisit and 
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‘reconstruct’ (Nowacek, Agents) prior experiences in light of the current context of learning” 
(10). By allowing students the ability to brainstorm first and then engage in TT together as a 
group, we are combining multiple prior experiences and coming to a classroom consensus. 
Additionally, this offers the instructor a moment to potentially steer the discussion in a direction 
that will explicitly engage students in more TT-related conversation. This kind of classroom 
reflection should allow students more freedom to speak of their experiences and to come to a 
consensus with peers without being bogged down by any additional writing.  
Conclusion  
 While the TFT curriculum as designed by Yancey et al. offers writing instructors a strong 
foundation to engage students in learning about transfer, this chapter suggests that it can be 
improved upon by integrating a fourth element, Transfer Talk. To do so I have suggested new 
key terms, new course readings, varied reflective assignments, and additional ways to engage 
students in genre awareness and metacognitive practices. My revisions to the TFT curriculum are 
based on the argument that we should use collaborative learning to engage our students in TT so 
that they can co-construct their ideas about writing with their peers. These revisions are 
supported by the scholarship on TT discussed in the previous chapter and offer a clear vision of 
how we can create better transfer-oriented classroom environments by getting students talking 
about what they have learned about writing and what they need to learn in order to succeed in 






Chapter 5: Implications and Conclusion 
 At the end of the day, writing instructors want their students to be able to take what they 
have learned in their course and apply it to other writing situations to accomplish knowledge 
transfer. By integrating TT into the TFT curriculum we give students more opportunities to 
engage in transfer through interactions with their peers. They learn to build positive relationships 
and develop writing knowledge together. Transfer is hard enough to understand on its own, so 
why not provide students with TT strategies to make it easier for them in the long run? This is 
why conversation, collaboration, and transfer are so important to the course itself. Through the 
help of our peers, we become our most successful selves.  
What I Did Not See Before 
 Now that I have shared the concept of Transfer Talk and argued that it be integrated into 
a TFT curriculum, it makes me reflect on the anecdotes I shared in chapter one of this thesis. To 
bring things full circle I want to end with a reflection on each of those situations, to see what I 
could not have seen before, without the use of the TT lens that I now have.  
 When I was a student in the classroom, failing to recognize that the situation required a 
new genre, the annotated bibliography, TT would have been helpful to me. In that course, the 
work was entirely independent. There was never an opportunity to work with other students to 
develop my own thinking and understanding. Had the professor allowed us to come together to 
work collaboratively I may have had a much better chance at recognizing the need to learn a new 
genre. I say this because some of the other students in the course had attended RIC for a while 
and simply engaging in conversation with them may have helped me to realize that there was a 
difference between an annotated bibliography and a bibliography. Through collaboration with 
another student, I may have been able to engage in TT about writing more directly and been able 
Lund 67 
 
to build a shared understanding with my peers to recognize the new writing situation I was in and 
the new genre I needed to learn to complete the assignment successfully. The implication of this 
anecdote suggests that TT can help students to develop greater awareness of their genre 
repertoires and widen their understanding of writing by engaging with their fellow classmates.  
 When I think of the anecdote about Roger, I am reminded of his closed-off attitude 
towards learning a new writing genre and how he was unable to take on the role of the novice 
and learn something new about writing. I do believe that there was some element of TT used 
with him, without my knowledge at the time. In trying to figure out Roger’s writing process, I 
unknowingly engaged him in a TT question: What other kinds of writing have you previously 
done? In order to help him further, though, I needed more training to understand the context in 
which he was composing. Through accidental TT, I was able to discover that he was someone 
who had been able to use the five-paragraph essay format successfully to write most of his 
previous papers. While he was largely unsuccessful in developing his writing further than the 
genre of the five-paragraph essay, TT was invaluable to me as a tutor because I was able to use it 
to determine why he was writing this way and how we could use this knowledge to develop his 
reflective writing for his social work courses. This anecdote suggests that TT is important, not 
just for students but also for tutors wishing to learn how to successfully help clients in as many 
ways as possible. 
 For a student like Denise, in the third anecdote, I believe that TT would have been useful 
as well. Denise wrote in a stream-of-consciousness style because she had been largely successful 
in submitting papers in this way in the past (similar to Roger with the five-paragraph essay). 
Through our weekly conference conversations Denise was able to begin to see that this style was 
inappropriate for the argumentative genre of writing she was producing in FYW. Our continued 
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collaborative conversations were actually small instances of TT, where I asked her questions 
about writing to activate her prior knowledge even though I was unaware of the scholarship 
behind my questions. Had I been able to ask these questions sooner, Denise may have adapted 
her writing style to the new occasion more quickly. By the end of the semester the conversations 
we had had clearly allowed her to develop as a writer, as she began to learn how to successfully 
use rhetorical awareness to write her papers. This anecdote suggests the implication that for 
teachers TT can help us to determine the logic behind students’ writing decisions that may 
otherwise be unclear and steer them in more productive directions when it seems they have gone 
astray from our expectations. 
 I believe that these anecdotes illustrate how teaching students the strategies that TT uses 
in our FYW TFT courses can only give our students an advantage. By being aware of the idea of 
knowledge transfer, and participating in strategies that help students transfer, they will be much 
more likely to develop their writing further because of their prior knowledge. Conversations 
among students, when structured purposefully, offer a powerful social context in which students 









First Year Writing - Teaching for Transfer with Transfer Talk 
Course Syllabus and Policies 
 
First Year Writing Mission Statement 
First year writing courses teach writing as a recursive and frequently collaborative process of 
invention, drafting, and revisiting. Writing is both personal and social, and students should learn 
how to write for a variety of purposes and audiences. Since writing is a process of making 
meaning and communication, FYW teachers respond to the content of student writing as well as 
to the surface errors. Students should expect frequent written and oral response on the content of 
their writing from their teachers and peers. Classes rely heavily on a workshop format. 
Instruction emphasizes the connection between writing, reading, and critical thinking; students 
should give thoughtful, reasoned, responses to the reading. Both reading and writing are the 
subjects of class discussion and workshops, and the students are expected to be active 
participants of the classroom community. Learning from each other will be a large part of the 
classroom experience. 
Course Outcomes 
You will engage in daily writing activities, discussions, reflection, and collaboration designed to 
realize the following outcomes: 
● Read and write in multiple genres and across several media; 
● Explore and analyze, in writing and reading, a variety of genres, communicating through 
different media to various audiences; 
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● Understanding that composing is a process that uses different genres, communicating 
through different media to various audiences; 
● Recognizing and practice key terms when engaged in writing situations in and beyond 
this course;  
● Demonstrate ability to determine key terms discussed in the course; 
● Develop a theory of writing; and 
● Work collaboratively with peers to engage in transfer specific questions to improve one’s 
writing in and beyond the course.  
Required Texts 
1. PDFs you will need to print from our Blackboard site, found under “Course Library” 
2. The McGraw-Hill Handbook, 3rd Edition, by Maimon, Peritz, and Yancey 
Writing Requirements 
All of the formal writing assignments below, including all drafts for each, must be turned in to 
pass the course. 
● Four Major Assignments: three major essays and one multi-genre project and reflection 
assignment, including multiple drafts and revisions for each assignment 
● 8-10 exploratory writing journals 
● Two individual writing conferences with instructor (to be scheduled) 
● Thoughtful, active, and responsible engagement in class discussion, preparation for class, 
and in-class informal writing 
In-Class Writing 
Regular, in-class work will focus on writing as a way of making meaning of text, as a means of 
understanding our thought process, and a way to expand and organize ideas. In-class writing will 
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also be used as a way to expand and organize ideas. In-class writing will also be used as a 
planning tool for research, incorporating an inquiry-based approach into research topic 
development. Reflections, collaborative writing, and other in-class work will help students think 
through their research process and the rhetorical issues that bear consideration in the 
development of a research essay. Students will also write responses to selected reads as a way of 
reflecting on the various community contexts we will explore.  
Conferences and Workshops 
Student conferences will be used to help develop research topics and methodology, to organize 
research, engage in transfer talk, and determine writing strategies. Students will collaborate in 
the form of brainstorming topics, addressing issues in research, obtaining feedback to develop 
rhetorically sound strategies, engaging in transfer specific questions to que prior knowledge, and 
working on the writing process. Throughout the semester, students will become familiar with 
collaborating as a rhetorical tool, much as they might experience in different academic 
disciplines or workplace situations. By the time they engage in the collaborative segment of the 
third essay, students will be comfortable working in teams. By engaging the students in 
collaboration throughout the semester and frontloading the concepts of collaboration at the 
beginning of the course, students will be confident in their abilities to work with their peers. 
Journals 
Exploratory journals written in class or as homework assignments will relate to a reading 
assignment or class discussion topic. All journals must be posted on the class Blackboard site by 
their deadline (schedule to follow). Journals should demonstrate the depth of students’ critical 
thinking process; they might tell stories to illustrate ideas, raise contradictory positions, or 
explore ideas that are not easily resolved. Journals will be shared in class regularly; in fact, all 
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writing is considered public writing, so students should be sure to consider topics and context 
they are comfortable sharing with others.  
Drafts, Revisions, and Final Papers 
Students are responsible for bringing multiple copies of drafts to class on days a workshop is 
scheduled. This aspect of class preparedness is part of overall class participation. All drafts and 
revisions must be typed (MLA format, one-inch margins). Since students have access to a 
number of computer labs around campus, or own computers, technological setbacks/difficulties 
will not be accepted as an excuse for missed deadlines. All written work must include students’ 
name, course, and instructor details, and the date at the top of the first page. 
Course Grading 
Evaluation of work in this course is based on not only the writing students produce, but also the 
process in which they engage. Student work will receive detailed evaluation in the form of 
comments and suggestions on drafts, feedback to guide revision work, instructor conferences 
designed to address specific areas of writing, opportunities to generate ideas and feedback in 
class, and extensive written responses on final submissions.  
Active participation in class discussion, journals, conferences, workshops, peer conferences, and 
preparedness for class all factor into the final course grade and will be an integral part of the 
work for each of the four papers. Drafts of papers will be graded on completeness and 
submission by deadline, the development of ideas, coherence and organization, and 
appropriateness to the assignment. 
Specific grade allocation is as follows: 
● Journals / in-class writing and discussion / preparation for class: 15% 
● Peer Conferences with TT questions: 10% 
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● Source-based article on genre and audience: 20% 
● Inquiry-based essay: 25% 20% 
● Composition in three genre assignment: 25% 20% 










Major Assignment Guidelines 
Assignment Description Key Terms Purpose 
Source-based Article A source-based 
article, in which the 
student goes beyond 
summarizing to 
analyze / make 
connections between 
the concepts of 
genres, audience, and 
rhetorical situation, 
and begin to develop 






To have students 
begin to theorize 
about key terms and 
writing; to 
deliberately model 
inquiry or exploration 
of writing concepts; 
to begin to understand 
and practice 
reflection; to begin 
building 
metawareness around 
transfer and TT 
concepts.  
 





the role of genres in 
presenting the 
research as well as 






To have students 
engage in inquiry-
based research while 
practicing their 
understanding of 
eight of the key 
terms.  
Composition in Three 
Genres 
Students create a 
composition that 
strategically identifies 
three different genres 
to communicate to a 
targeted audience 
about the research 





To have students put 
their understanding of 
the key terms into 
practice; and 





Transfer Reflection Students write a 
reflection on their 
Knowledge, 
Reflection, Transfer, 
To have students 
consider how they 
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time in the course 
speaking with their 
peers to engage in 
transfer talk. The 
students will answer 
specific transfer-






specifically in this 
unit) 
will use their genre 
repertoires in the 
future; to think about 
how peer interactions 
have played a part in 
the course and their 
own developing 





students to identify 
key terms they 
believe are most 
important to their 
writing practices and 
to theorize about that 
choice. In other 
words, it asks 
students to create 
their theory of 
writing, using the 
idea of their own 
“made knowledge” 
about writing and the 
idea of reflection as 





specifically in this 
unit) 
To write their final 
iteration of their 
theory of writing; to 
consider theory about 
learning; to reflect on 
the concepts and 
knowledge made 
throughout the 
course; to consider 
the way collaboration 
has affected their 
ability to make 
transfer more explicit 











Final Course Writing Assignment: Transfer Reflection 
Directions: 
Over the course of the semester, you have spent time working with your peers to complete 
transfer specific questions that the course required. Every week, before a draft, you complete the 
headnote questions to allow your peer to gain quick, but effective, knowledge of your writing 
context, audience, and rhetorical situation. Now, it is time to reflect back on the work that you 
completed, and answer the following questions: 
● Over the course of the semester, you were able to work with a peer to engage in 
conversations related to transfer. How has this affected your experience of the course? 
● How do you think the act of asking questions has enhanced your abilities as a writer? 
● In what ways can you take what you have learned over the course of the semester and 
reuse and repurpose it for future writing assignments and other courses? 
Complete a thoughtful reflection of your time during the course, with specific attention to the 
way you used conversation and peer interactions, to engage in knowledge transfer. There is no 
page minimum or maximum for this assignment, as you should write until you believe you have 
answered all of the questions. And do your best not to forget the writing strategies that you have 
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